Development of a classroom observation schedule for measuring the efficacy of a teacher development programme  by Rizvi, Meher
Procedia Social and Behavioral Sciences 2 (2010) xxx–xxx
Available online at www.sciencedirect.com
WCES-2010 
Development of a classroom observation schedule for measuring the 
efficacy of a teacher development programme 
Meher Rizvia *
aThe Aga Khan Univeristy, Institute for Educational Development, Karachi 75500, Pakistan
Received October 7, 2009; revised December 16, 2009; accepted January 5, 2010 
Abstract 
The paper describes the processes used to develop a classroom observation schedule designed to evaluate the efficacy of an 
innovative and contextually significant teacher training approach called the Cluster Based Mentoring (CBM) Model. The main 
quantitative analysis of the observation schedule data collected during a pilot study has shown that the observation schedule has 
high internal consistency. The simple t-test has demonstrated that a large number of items show potential to differentiate. The
qualitative analysis of written comments and focus group data yielded useful information for further enhancing the schedule’s 
validity and technical quality. In conclusion, I argue that it is possible to develop an observation schedule which is contextually 
relevant and also has good psychometric properties.  
© 2010 Elsevier Ltd. 
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1. Introduction 
The ultimate aim of any educational planning is to develop students in various cognitive, individual and social 
skills and knowledge necessary to function occupationally and socio-politically in society (Fullan, 2001). The role 
of the teacher is undeniable for the successful preparation of students. Whether the students will be the enlightened 
and the informed citizens of tomorrow or ignorant members of society will depend on teacher knowledge, teacher 
education and above all teacher professional development.  
A number of learning models have been identified by educational professionals for the professional development 
of teachers. Guskey (2000) presents a list of different models which include, training, observation/assessment, 
involvement in a development/improvement process, study groups, inquiry/action research, individually guided 
activities, and mentoring. Guskey (2000) suggests that most of these models work in different combinations in the 
field and no one model can cover all the features of teachers’ professional development. Depending on the context, 
different professional development models are worked out.  
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Under the Education Sector Reform Assistance (ESRA) (Ministry of Education, 2001) initiatives that began in 
2001, the Aga Khan University, Institute for Educational Development (AKU-IED) devised an innovative cost-
effective approach called Cluster Based Mentoring (CBM) Model for the professional education of teachers and 
teacher educators in order to improve the quality of primary education in Pakistan. The CBM Model of teacher 
development reflects the contextual realities and the mix of different needs and priorities of the individual, school 
and system. Ten Certificates in Primary Education (Mentoring) programmes (of 10 weeks duration) in improving 
classroom practice were conducted for a total of 307 participants. These graduates or Mentors in turn conducted 
training programmes for teachers or Mentees within their clusters at the district level, creating a multiplier effect in 
improving classroom practice. Each mentor worked with schools within their clusters and trained approximately 20 
Mentees from those clusters each year. A total of 7,504 teachers were trained by the mentors.  
A team of researchers from AKU-IED is conducting a large scale quantitative study to explore the effects of 
CBM Model on the teaching practices and observable student behaviour in order to understand the majority’s views 
on the effectiveness of CBM intervention at the classroom level. The large study is currently at the fieldwork phase. 
Four intervention districts from the province of Sindh in Pakistan are contrasted with four parallel non-intervention 
districts. Twenty observers are observing a total of approximately 1000 randomly selected teachers for four teaching 
periods each, in a balanced design.
The first step in conducting such an investigation was to construct and refine contextually relevant and 
psychometrically sound measurement tools which could accurately map out the strengths and weaknesses in 
different aspects of the CBM Model so that concrete policy lessons for further replication and development of 
authentic teacher training programmes in the Pakistani context could be drawn. The study is employing two 
instruments, a classroom observation schedule and a self-report teacher questionnaire, to collect data. However, the 
focus in this paper is on the construction and refinement of the classroom observation schedule.  
2. Development of the Classroom Observation Schedule 
The development of the observation schedule consisted of two stages. The first stage consisted of tool 
construction and the second stage consists of tool refinement. The paper reports on each of the two stages. 
2.1. Observation Schedule Construction 
The review of the different classroom observation schedules illustrated that instruments which could encompass 
all aspects of the Cluster Based Mentoring Model did not exist. Therefore, in the interest of capturing authentic and 
reliable classroom practices, it was decided to create an original observation schedule. We decided to call this tool 
CBMOS (Cluster Based Mentoring Observation Schedule).  
We began the construction of CBMOS by seeking to cover the breadth of the CBM Model teacher training 
aspects. Our goal during this stage was to include every significant and relevant observable activity pertaining to 
classroom teaching practices and student behaviour.
Relevant literature (Darling-Hammond, 1995; Day, 1999; Fenstemacher & Richardson, 2005; Hopkins, 2001; 
Levin & Lockheed, 1993: Mujis & Reynolds, 2005; Reaves & Griffith, 1992; Rizvi, 1998; Rizvi, 2003; Rizvi & 
Eliott, 2005) was reviewed and ideas were incorporated wherever they were applicable while developing the 
CBMOS. However, the six dimensions of effective teaching which comprised the CBMOS primarily emerged from 
the in-depth analysis of the CBM Programme handbooks, reports, instructional material and other CBM Programme 
related documents (e.g. Brush, 2005; AKU-IED, 2006; AKU-IED, 2005; AKU-IED, 2004a; AKU-IED, 2004b: 
AKU-IED 2004c). It was evident from the analysis of the CBM Programme documents that the programme aimed at 
developing teachers’ content knowledge and pedagogy, further improving their relationship with the students and 
also impacting their perceptions and attitudes through clearly outlined curricula and instructional plan. The CBMOS, 
therefore, focuses on teaching approaches, teaching skills, use of teaching aids, student evaluation procedures, 
students’ behaviours and appearance, and observable aspects of teacher-student relationships. Each item is measured 
on a three point scale - not observed (NO), observed but not executed well (ONEW) and observed and executed well 
(OEW). Subscales one to four in CBMOS are specific checklists of observing teachers’ practices in the classroom.  
Subscale five and six focus on students’ participation level in terms of observable behaviours and appearance, and 
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observable aspects of teacher-student relationships. In a separate space, observers were asked to explain why they 
thought the activity had been or had not been executed well (see Appendix A for a sample of subscale I.). 
The CBMOS was translated into Urdu, the national and the most commonly used language of Pakistan and 
Sindhi, the local language of the teachers from the intervention and the non-intervention districts. The translated 
CBMOS was checked against the original tools for clarity of meaning and appropriate use of words. The research 
team members, who were well versed in the three languages (English, Urdu and Sindhi) went through the CBMOS 
item by item so as not to miss any important points. Content relevance was ensured throughout the process by the 
CBM Programme developers and some of the key educational experts in the area. The experts and the developers 
identified features which helped in the schedule construction. This was a lengthy process but it was worth the time 
and effort because it greatly helped in enhancing the CBMOS validity. 
2.2. Observation Schedule Refinement 
A pilot study, to further refine the conceptual understanding and data collection tools, was conducted as a step 
towards the large study. The two questions pertaining to instrumentation guided the refinement of the CBMOS. 
These are: 
1. Can the classroom observation schedule be used in a consistent manner? 
2. Does the observation schedule yield data that can be related to the CBM model? 
The pilot study was set in four districts of the province Sindh in Pakistan. Two Intervention districts were 
contrasted with two parallel Non-Intervention districts. Eight observers, two per district, observed a total of 136 
government primary school teachers for four teaching periods each. The sample for the study was selected using 
multi-stage random sampling technique enfolding clustering, stratification and simple random sampling procedures 
(Lodico, Spaulding & Voegtle, 2006). Data were analysed to explore the internal consistency of subscales within the 
tool, and to investigate differences between intervention and non-intervention schools in terms of the key 
dimensions of classroom teaching. 
A focus group interview with all the observers was conducted at AKU-IED, Karachi after they had all completed 
their field-based tasks. One of the key purposes of the interview with the observers was to identify various issues 
related to observation schedule. Data from the open ended comments from the tool and focus group interview were 
also analysed to further enhance the CBMOS validity and reliability.  
2.2.1. Internal Consistency of the Subscales 
A Cronbach’s alpha for the entire scale and for each of the six subscales were calculated, along with a set of 
item-total correlations for each item to examine how all items measured the same construct and how they 
contributed to the same measure.  Cronbach’s Alpha coefficients revealed acceptable internal consistency for the 
entire measure (Alpha = 0.96). The Alpha coefficients for the individual subscales also demonstrated satisfactory 
internal consistency (Bryman & Cramer, 1990; Burns, 2000) and are displayed in Table 1. Item total correlation 
ranged from 0.13 to 0.78.  
Table 1 Internal Consistency of Observation Subscales
Subscale Cronbach’s alpha 
I. Approaches 0.81, but without #6 and 7, goes to 0.89 
II. Techniques used by teacher 0.85 
III. Teaching aids 0.81 
IV. Student evaluation approaches 0.79 
V. Participation and behaviour of students 0.72, but without #7, goes to 0.77 
VI. Teacher interaction with students 0.88 
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It is evident from Table 1 that Cronbach’s Alpha of the six subscales ranged between 0.77 and 0.88. The internal 
consistency of subscale I was satisfactory but it could be further enhanced by removing items 6 and 7. However, 
these items were retained because of their meaningfulness to the study. Item 7 of subscale V was removed to further 
enhance the internal consistency of the scale.
2.2.2. Relevancy and Representativeness 
Validity and reliability evidence for an observation schedule such as the CBMOS is also found in the extent to 
which it can be shown that the data collected with the schedule are (a) representative of the content domain that is to 
be measured, (b) relevant to the measurement task, that is, they capture what is intended to be observed, and (c) of 
sufficient technical and structural quality (Brandon, Taum, Young & Pottenger, 2008).  
2.2.2.1. Representative of the Content Domain 
Evidence about the extent to which the data collected with the instrument are representative is found in the 
description of schedule development. The evidence has to do with the process by which the CBMOS was 
constructed (see section 2.1). As described previously in the section on schedule construction, the CBMOS was 
constructed in an extended process that balanced the goal to collect contextually relevant data which also covered 
the breadth and the depth of the CBM Model initiatives. The representativeness of each subscale is heightened by 
the fact that the items for the subscales have emerged from the CBM Model handbooks, reports and instructional 
material. The care and the thoroughness with which the schedule was prepared are strongest part of the evidence.  
2.2.2.2. Relevant to the Measurement Task 
The evidence about the extent to which data collected with the CBMOS are relevant and are capturing what is 
intended to be observed is reflected in the observer hiring and training procedures, preliminary examination of 
treatment differences and the analysis of the qualitative data.  
Hiring and Training of the Observers - During the pilot phase, one observer stood out as an outlier, awarding far 
more observations of OEW and far fewer of NO than colleagues.  These raised issues of enumerator training and 
quality control that we dealt with in the large study by employing more rigorous observers’ training and follow-up 
procedures. We initiated the large study by hiring both male and female observers from the local context. Only those 
observers were hired who had relevant fieldwork experience.  
The observers were trained over several days. The training was in two parts – initial longer training and a shorter 
duration follow-up training. During the initial training, we developed and used a thorough training guide where 
meaning associated each item in the observation schedule was discussed in detail to arrive at a mutual understanding 
about the CBMOS. Criteria for measuring each item on a three point scale were developed through mutual 
discussion and debate. The three levels of measurement (NO, ONEW & OEW) were discussed in detail with 
specific criteria and examples. This was a lengthy, but a useful exercise because it helped to ensure that all observers 
are measuring each item using the same criteria. Issues related to the administration of the data collection 
instruments and research ethics were also thoroughly discussed with the observers. The training also included a 
practicum where the enumerators were given hands on experience of undertaking observation in a real class 
situation. 
The follow-up training took place after the enumerators had been in the field for a certain period of time and we 
had completed the initial analysis of the data. The training focussed on further clarifying the still misinterpreted 
meanings of some items in the CBMOS. The follow-up was important to ensure that the enumerators had developed 
similar understanding regarding the CBMOS’ language and administration. The follow-up session also enabled the 
enumerators to share any other issue that they may be facing in the field. Timely resolution of these issues was 
important for collecting higher quality and relevant data. The thoroughness of the training would ensure that 
observer differences are either nonexistent or insignificant in the large study.  
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Preliminary examination of treatment differences - Simple t-tests were done on each item, comparing the 
intervention and non-intervention schools. To guard against the very obvious dangers of Type 1 error, an alpha of 
0.01 was used.  Table 2 summarizes the results. 
Table 2 Potential of Observation Items to Differentiate Intervention from Non-Intervention Schools
Subscale No. of Items Differentiating items (alpha = 0.01) 
I. Approaches 07 1 2 4 5 7 
II. Techniques used by teacher 14 1 5 6 
III. Teaching aids 12 3 5 8 9 10 
IV. Student evaluation approaches 09 2 5 7 8 
V. Participation and behaviour of students 07 1 3 4 5 
VI. Teacher interaction with students 13 1 4 6 8 10 11 12 
As can be seen, a large number of items, even with small samples (n=68) and alpha set to 0.01, show potential to 
differentiate in the treatment conditions.  This means that the CBMOS has the potential to capture differences in the 
classroom teaching practices. 
Analysis of Open-Ended Comments and Focus Group Interview Data - This analysis was done in two parts: 
observers’ comments and focus group interviews 
Analysis of the comments revealed that 12 items were pointed out as difficult to understand by various observers. 
We had already decided to take out item 7(V) (see section 2.2.1) because it lowered the reliability of the measuring 
subscale. The other 11 items in Table 2 were important to retain, therefore, we paid particular attention to these 
items during the initial and follow-up training of the large study. The discussion around these items helped to clarify 
their meanings. 
The analysis of the focus group interview revealed that the observers found some words and items confusing. We 
replaced the difficult words with words which were easy to understand in the context. For example, the term “grade” 
was replaced with the term “class”. We became more cognisant of the contextual realities after the focus group 
interviews. During the training phase for large study, we explored in detail the contextual meanings of the terms 
such as “neatness” and the issues pertaining to “multi-grade teaching”.  
2.2.2.3. Technical and Structural Quality 
Evidence of technical and structural quality is found in our description of the procedures for administering and 
redesigning the instrument. We made arrangements for repeated observation of the same teacher (each teacher was 
observed 4 times) and ensured that the same observer completed all the observations of each teacher. As has already 
been illustrated earlier, one observer stood out as an “outlier”. We decided to exclude this observer’s data from the 
analysis in order to further enhance the reliability.  
Furthermore, during the focus group interview observers also highlighted that the CBMOS was very lengthy and 
the process of writing comments was time consuming.  
We also found the exercise of reading and analysing the open-ended questions extremely time consuming. While 
it was important to include them at the pilot stage for the purposes of further refining the tools and also 
understanding observers’ level of competency, it was not considered necessary to include them in the large study. In 
this way, the observation schedule was made more observers friendly and was redesigned to produce data of higher 
quality (See Appendix B for a sample of subscale I. Complete modified version of CBMOS will be provided to the 
participants on the day of the presentation at the conference).
3. Conclusion  
The purpose of this paper was to describe the procedures which guided the development of a reliable and a valid, 
as well as comprehensive and contextually relevant observation schedule for evaluating the efficacy of CBM Model 
in terms developing classroom teaching practices.  
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3.  
In order to ensure that the CBMOS yield valid data which are relevant to the measurement task and 
representative of the dimension being measured, the CBMOS construction and refinement followed a lengthy and 
meticulous procedures. We developed CBMOS over a 2-year period that included several reviews and revision 
cycles of item development and refinement.  
The draft of the CBMOS that emerged as a result of revisions and careful planning was pilot tested in a small 
pilot study. The findings from the pilot, discussed in detail in this paper, helped to further refine the CBMOS. The 
analysis from the pilot study data has illustrated that the psychometric properties of the CBMOS are sound. The 
internal consistency of the CBMOS is determined to be very satisfactory based on Cronbach’s alpha coefficients. 
The satisfactory internal consistency illustrates the potential of the items to behave consistently in terms of 
producing the same type of results. The simple t-test has demonstrated that a large number of items show potential 
to differentiate in the treatment conditions.  
The analysis of the qualitative data (observers’ comments and focus group interview) also helped to bring minute 
changes in the CBMOS structure as well as observers’ training so as to make sure that all observers develop similar 
understanding about the items in the schedule and are able to use it in the most effective manner for capturing valid 
and reliable information.  
Analysis of observation results based on the small sample (N=68) showed enough promise to warrant the large 
study. It is hoped that with meticulously developed CBMOS, more authentic and reliable data will be collected from 
larger samples (approximately 1000 teachers) planned for the large study and the application of more sophisticated 
analytic procedures will become possible. 
Following the rigorous procedures we have been able to develop a classroom observation schedule (CBMOS) 
which is contextually relevant and has good psychometric properties. The detailed processes outlined in this paper 
offer useful insights to educational planners and researchers for developing statistically sound observation 
schedules. 
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Appendix A – A Sample of Subscale I 
I.  Classroom Teaching Approaches 
NO=Not Observed   ONEW= Observed but not executed well   OEW=Observed and executed well 
APPROACHES NO ONEW OEW Observer’s Notes (State the reasons for why you think 
the activity has been or has not been executed well) 
1 Cooperative learning (Group work, 
pair work etc.) 
    
2 Inquiry based tasks     
3 Role Play     
4 Class Discussion     
5 Small group discussion     
6 Talk and chalk (lecture) method     
7 Individual work (As opposed to 
collaborative work) 
    
Appendix B – A Sample of Modified Subscale I 
I.  Classroom Teaching Approaches 
NO=Not Observed   ONEW= Observed but not executed well   OEW=Observed and executed well 
APPROACHES NO ONEW OEW 
1 Cooperative learning (Group work, pair work etc.)    
2 Inquiry based tasks    
3 Role Play    
4 Class Discussion    
5 Small group discussion    
6 Talk and chalk (lecture) method    
7 Individual work (As opposed to collaborative work)    
